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ABSTRACT 



The basic problem in training teachers (teaching 
them what makes social institutions tick and how to relate this 
knowledge to present and future needs of children) has not been 
solved by teacher training institutions. The author's plan for a 
one-year social sciences training program emphasizing the project 
approach may provide a solution. Its primary objective is to train 
teachers in the ways of knowing. The program consists mainly of^ 
lectures on the structures of economics, political science, sociology 
and anthropology. These are followed by laboratory sessions applying 
the fundamental ideas of each discipline in various teaching 
situations to give students experience with teaching strategies "best 
suited to their particular skills and temperaments." The themes of 
the laboratory sessions are: social reality, problem solving, 
analytical tools, K-12 grades, and multi-disciplinary (except for 
economics). Orientations are: time, space, systems, and future. 
Completing course as a whole are curriculum conferences emphasizing 
creativity. (DJB) 
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On the 2G'tli of July, 1969, the crew of Apollo 11 landed on the 



moon.’ In the uddst of celebration, this 

. - ‘ ^ *• • - 
a heated dialogue between the scientists 



unique achievement launched 
and engineers. The scientists 



claimed thaL thej’ did not get the proper credit they deserved for this 



achievement. , The engineers claimed the credit for themselves. Little 

did they kndv? that the cred5.t for the land5.ng on the moon goes neither 

to science nor engineering, but to knowledge at .^arge, VThat were some 
0 ■ ■ • 
.of the elements of this project?’ ’ - ’ ’ 

. According to Peter Drucker, the computer vzas not the sole 

achievement of engineers.. The root of this complex machine goes back 

to the symbolic logic founded by Bertrand Russell and Alfred North 

\7hitehcad. The impetus for the development of the first computer did 

not come from electronic engineers, but from the world-famous mathe— 

• ■ 

matician, John von Neuman. ‘ 



. The material which was used to build .the Apollo 11 spacecraft 
• • • ’ 

. . ’ - V ■ ' • " t “ 

was not created by nature j it was the achievement of men in science 
• • ■ “ , • •• 
and mathematics. Their objective was to create materials which could 

withstand heat, shock, and other conditions in space but unkno^Tn on 

earth. They went to work to develop a specific microstructure of 

atoms and molecules to meet such conditions. ‘ 

The astronauts are the products of many disciplines. Medical 
• . ■ . . ’ * * ' 
science prepared them physically. Engineers prepared them mechanically 

Scientists prepared them scientifically. Psychologists prepared them 

psychologically . And one could even say that theology prepared them 

-theologically. The transaction of a whole gamut of personal, social 



and scxentif5.c expariencos shaped t;he characters 

a • 

and gave them the physical and psychological coirp 



of the astronauts 
etence needed to 



reach the target. * . . ‘ ■ 

The project challenged the rainds of many political scientists 

• • * . 

and raised questions concerning new political relationships betwe- 
en :the big nations on the earth. The project challenged the minds 
•of many economists and raised questions about the rat 3 .onale of al- 
locating the huge amounts of resources for such an adventure. The 
Apollo project v?as also the achievement of system specialists who 



coordinated the millions of transacting parts from -the tiniest 
electronic parts in the space^ip to the vast network of tracing 

m ^ * a ' « ^ 

stations around the earth. - . r- • 

The Apollo mission is the off spring of a project vision which 
is the-lintcraction between ind5.viduals , society, machines, institu- 
tions, scientific data, and hunches. Thinking in terms of projects 
and calling upon all knowledge relevant to the competition of these 
projects should be the objective not only of the Apollo project. 

It should also be the objective of education. If this be the objective 
of education, then we must honestly admit th’at the present education 
sysfera'is obsolete. In ”our "present educational system, subjects are 
taught in isolation boxes. In our present educational system sub- 
--jectjnatter^ls taught with little or no concern for issues in the real 
world. We should^be grateful to today ^s youth who demand that we 
teach them relevant knowledge. If education is to help save the 
world ’from destruction, then thanks are due the youth who are 



. . • 

demanding a caange from instruction which gets farther and fartlier 

• • « 

civ^ay fi.om reality « Miraculously , tlie need to relate curriculuiii 
matciial v;j.th rctil life is being met in the primary s.chools* Today 
in the primary grades a revolution is in progress. Primary school 
teachers are ^ increasingly aware of the potentially meaningful ex- 



peircnce of children. They hear primary school ch5.1dren talking about 

•riots. ‘The children. ask teache-rs why people fight each other. The 

children ask V7ny students revolt on the campuses. They ask vjhy mule 

trains are dispatched from Mississippi to VJashington, D, C. Primary 

.school children have opinions about adults who oppose black and white 

children learning together. Children are exposed .today to the successes 

and frustrations of society « This exposure comes through their diirect 

experiences, through the movies, through television, and radio. Viet 

Ham- or Mississippi, Hew York City or Chicago, the moon or the African 

desert: these pictures invade the nurseries of the children. All 

these, experiences generate feelings. All these experiences inspire 

questions v/hich want ansvjers. The new elementary school curriculum 

attempts to meet the newly discovered needs of the children. VIhile 

• * * • 

this, revolutionary trend in the elementary grades is developing, 

the teacher-training institutions are not moving ahead. It is sad 

that the' teacher-training institutions have not been a part of this ’ ’ 

• * * • 
exciting revolution in the elementary classrooms. VTliy has this hap— 

p'e'ned? " •’ 

• • • • •• ’ ‘ ■ ■■ . • .* ■ 

1 ) The school. of education on most campuses surround itself with 
a Chinese wall,. The school of education on most campuses is a 



•closed system. Few of: them maintain a dialogue v?ith the l:nov 77 
ledge departments. A closed system vjhich has little fcedbacl: 

, of. nev7 5.dees is static. . . . • 

2) The knov?ledge departments on the university campuses do not 
. . Identify . themselves vrith the cause of education. Very often 
same faculty inemhers v7iio criticise public school teachers for 
their ’’incompetence" also refuse .to cooperate V7ith the school 
• of education to improve teacher-training programs. As for 
- ' departments’ of the social sciences, they too neglect to vjork 
. : V7ith the teacher-training institutions on programs V 7 hich would 

help future teachers relate societal phenomena to the classroor. 1 . 
.3) Teacher-training institutions offer a wide selection of models 
in training teachers for subject matter competence. None of 
these models has too much promise. 

The first model is history and geography oriented. There is 
nothing wrong with using history and geography as an intellectual 

framework. But it is highly inadequate to teach only a time and 

. • - * « 

spatial orientation to life and neglect the knowledge of economics, 
political science, sociology, anthropology, and psychology which phe- 
. nomena shape these two dimensions of life. The study of history and 
geography without the social science disciplines will not help 
-.children understand the economic rationale underlying slavery; will 
not explain why fanners demanded cheap money; why so many Americans 

• • « ft 

^took off for the VJest to find gold: why the early settlers "v 7 asted 

land";* or v?hy the .economic insecurity of Americans has increased 
with increasing cash income. The history and geography model could 



be called the "false pregnancy laodel." It is full of promise vithout 
delivering anything, 

. ^I’he second model of teacher-training is based on. narrow specialijia- 
tion. Many teacher-training institutions offer areas of specialization, 
but they drive the future teacher into a very narrow channel, The 
student’s time is monopolized by one academic department at the ex- 
pense of a broader intellectual experience. For example, the student 
who majors in anthropology raust take so many courses in anthropology 
that he V7ill graduate from college v?ith little understanding of the 
economic or political world, ‘ The social science departments compete ‘ 
for the student’s body and time. Some social science departments in 
teaching their disciplines, demonstrate a "rigerous disciplinary ap- 
proach.” Often those departments frighten education majors away. The 
following question was directed to a senior economist in the economics 
department at a major university; "llow many students from the school 
of education major in economics?” He answered proudly;- ’Very few come 
■to us. V?e frighten them to death.” This narrow specialization model • 
could be called the ’’tight rope model.” ■.■ ■ ■. /-v'-.. ' 

. The third model of the teacher-training program is based on the 
exposure of students to a series of introductory courses. For example, 
in many teacher-training institutions, the student does not' need to 

• • , 

take more..than.pne. or tvro^seme^ers of economics... Since most intro- ' 
ductory economics courses are two-semester courses, the students ' - 

taking .half of the courses may end v?ith some knov/lcdge about’ the * . 
operation of the market, but no knov/lcdge of the operation of the economi( 
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system at 3.a5.'£e, But tli5.s is not the v/orst. Host of the introductory 

courses are uniiP.aginatxvc courses. During the semester a desperate 

• ■ 

• • 

rivalry goes on betvjeen ti’i;e and all tne chapters of the textbook. 
Hunereds or pages are crammed down students’ throats without economic 
theory ever being rc3.ated to real life or, v?ithout the subject matter 
ever being related to the needs of the classroom. Host of the future 
teachers v?ho complete this scries of in.tr'oductory courses leave the 
classrooms V7ith deep vrounds. They v7onder the rest of their lives t 
V7as the trip necessary?” This model, based on the quick exposure of 

students, to much knowledge, justly could be called the ’’machine gun 

* • 

model* When the students have such a meager input by many knov 7 ledge 
departments, v?hy should an 3 ^one expect a miracle from the students or 
from the school of education. One cannot expect students to translate 
knowledgeless knov7lcdgc” into the curriculum. • There 5.s nothing to 
•translate. If by some strange accident, the students have received 



knov7ledge , nobody has shovTn. them how to use this knowledge in the 
classroom. The segregation between the black and white children 
in Mississippi is less severe than the .segregation betvreen the content 

and method classes. . ' •• ••;? /. 

* / ■ ■ ■ ■ ■ ■ , . ‘ . 

•**? 

• The problem, of teacher-training then is. two-fold: 

. . 1 ) How to expose future teachers to knowledge of what underlies 
. . . ' society. • . r • ’ ^ 

- 2 ) How to build .a bridge betv7een this knowledge and the present 

and future needs. of our children. . 

To move tov7ard the solution of those problems,, a design for a social 

% . 

science training program is submitted as a part of the total teacher- 
training program. This design may take the teacher-training in the 



right direction. Although this proposal is a one-year program for 
the sophomore year, there is no reason v?hy this design eould not 
•be expanded over a four-year program. The program is now limited to 
a one-year program because in this way the first step can be taken 
vjithout. severe dislocation. It is hoped, however,, that after this 



design is tested, it can be expanded and it can replace many of the 

• • 

content and method classes. • 

The nev7 design has the follov/lng ‘characteristics : 

1) It offers a dynamic interaction betvzccn knovzing and the vzays of 

knowing. This means that the future teacher should always be avzare 

that assimilation and dissemination of knowledge are two sides of the 

same coin. As one relates the frontier of knowledge to the experiences 

of elementary school children, the thinking process becomes clearer. 

To people viho ask, ”Is it not difficult, to write for elementary 

school children?" The ansvzer is: "It is not difficult to vzrite for 

them, it is difficult to know enough." Teaching elementary school 
. _ ^ ' ■ * , 

children demands i tremendous intellectual integrity. Teacher- training 
must emphasize that the secret of teaching is not simplifying knowledge 



at the expense of accuracy; rather, it is translating knovzledge ac- 
• ‘ *. • ' ' • • • 

cur^tely and relating it meaningfully to children’s experience. 

■ • * • • • * 

2) The teacher-training program should be R-12 oriented. Tlie teacher 
must see in the first grader the future t\-7elfth grade student. The 

■•teacher must be trained to see* the child not as a still photo, but as 

" * . • < 

a’ moving picture. Experience shows that primary school children’s 

» ** • 
experience is potentially so meaningful that the fundamental analytical 



tools of socij'j. science can be related to children’s experience. The 



’teacher must be trained hou 
tools from K~12 v?ith increas 



to teach these fundamental analytical 
3.ng depth and complexity. Children can 



be taught price theory in the first grade if it is related to their 
■ • ' * ' . • 
rich experience in choicc'-inaking. These children then should be ex~ 

posed to price theory in succeeding grades in the multitudes of situa- 
tions the grov?ing child experiences, • 

Every human being is committed to values and so the first grader 



can be made aware of the 5.deas in V7h3.ch ha believes and how these ideas 
affect liis darly behavior. After the first grader has been made aware 
of his values, he can be shov?n how such values operate in society, 
how they may .‘lead to conflict and how the conflict may be resolved. 

The first grader can be made avzare that as' a member of a family 
• " " ■ * ■ 
he is a member of a political unit, . In the family, authority is re- 



cognized, decisions are guided by values of the family, and decisions 
are binding. The recognition of the family as a political unit opens 
the V7ay for discovery of the structure of political systems in later 
grade's. Teachers should be able to relate fundamental ideas to the 



child’s experience. They should be able to proceed with this relation— 

* T '*■ •*.*“ 

ship as the child matures. .••• • 



3) The teacher should develop skill in using many motivation devices. 
Every class is made up of children with different economic and social 
backgrounds. Teachers should be able to make full use of these dif- 



ferences of background in the teaching situation. This means that the 
teacher has to learn to be intellectually honest. The teacher should 
not shy away froni using as a take-off for a teaching unit the poverty 
march to V/ashington, the protest against, the' segregation of a neighbor- 
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hood, or the visit to a slum area. Training in D.ntellcctual honesty 

* • • • 

contoributes not only to a sound relationship betv;een. children and 



teacher, It also contributes to the mental health of the teacher. 



A) The purpose of intellectual honesty is to make children av?are of 



man's l.ntellcctual povrer to solve problems.' The purpose of teacher- 



training is to train teachers hov7 to use knowledge to understand and 



to try to solve problems. This is the essence of the project approach. 

« 

lIov7 can teachers be trained for the project approach? The course is 



divl.ded into alternate blocks of lectures and laboratory sessions, 



The block of lectures lengthens as the sessions grov7 increas'ingly multi- 



disciplinary. The first laboratory session is three vzecks long. All 
other laboratory sessions are four vzeeks long. Emphasis in the one- 
year program is on translat5.ng analytical tools into classroom situa- 



tions . 



■•Creative thinking is the foundation of the program. To reward 



creativity, the entire program culminates into a curriculum conference 

• ' ■ . i ’ • • 

to v?hich other mcDibers of the faculty and student body are invited. 



horing this conference the most creative teaching practices developed 



during the year may be presented and evaluated. 



The program starts vjith an introductory lecture on the need for 



structuring knowledge. The structure of a social science discipline 



16 made up a set of analytical tools related to each other in a 



system. The structure is neutral in its character. It is not related 

• • * * 

to any one grade. It is made up of a collection of ideas V7hich can 
be plugged into the children's experiences at different grade levels. 
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>fter f.he introduction » t\vO vreehs are devoted to the presentation 

* •• 

of the structure of knowledge in econouiics, (See Chart I) After the 

fundamental ideas of economics have been presented, a three vzeeks 

laboratory session follows. In the laboratory session the fundamental 

ideas of economics arc applied in various teach5.ng situations. This 

practice tries to accomplish tv?o objectives.' The teacher is brought 

in contact with students in various situations. Sometimes 'the teacliers 

• • • 

encounter first grade children; sometimes, they encounter 4th grade 
children; sometimes the teachers encounter children from poor back- 
grounds; sometimes from well-to-do backgrounds; sometimes children from 
Appalachia; sometimes children from Indian reservations. 

'The laboratory session, attempts to offer teachers different teaching 
• strategies suited to the particular skills and temperaments of the ’ 
teachers. It is often said that the best teachers are those who are 
•-born-teachers.; -Is this stateraent a commentary of the state of our 
teacher- training? We ought not to Improve the quality of teachers by 
relying entirely upon nature. Teachers should be given a wide choice 

of many^ teaching situations in the application of analytical tools so 

' ' ■ . - 

that they may choose strategies v?hich comp3emciit their innate faculties. 

■ Gui-ded by these general principles , the teachers in the- laboratory- 

sessions may practice applying the analytical tools in the following 
* « ^ « 
eltuatlons: ‘ ’ •' ' 

1. They vrlll be applied in real life situations. These life situations 
may be reconstructed through true, taped stories told by children, 
through .the presentation of television programs which children may 

^ve watched, or family experiences to which the chll^ may have been 
exposed. ’ ' • ‘ . 
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2. The fundamental ideas will be applied in problem-solving situa- 

• * , « . 

* • • 
tions. The teacher raay practice hovz a real life situation can be 

translated into a significant social problem. For example, the child 

may talk about the poverty march,. The future teacher should know 

a • 

a 

how to translate the child’s observation into the social problem of 
poverty. • She should learn how to break down tlu'.s social problem 

- a - ■ 

into its components; s^m'.ptoms of the problem, aspects, definitions, 
scope, causes, and solution of the prob3.em. She should learn to use 
primary sources in measuring the problems. She should be able to find 
various private or public proposals for the solution of. the problem. 

3. The fundamental ideas should relate to the social problem under 

. a*‘ , “‘'•a 

investigation. The future teacher should know that the poverty 
problem necessitates understanding employment theory. Understanding 
the farm problem necessitates understanding price theory. The future 
teacher may practice selecting and mustering the relevant analytical 
tools for the social problem . 

The fundamental ideas, should be related throughout the entire K-12 
curriculum. The future teacher should learn, for example, how to apply 
price theory to the first grader’s experience,* And he is already 
aware of prices. The first grader is already preoccupied with choice- 

• a * * • 

making. The teacher must also learn how to apply price theory to the 

• ’ “ a 

experience of the 12th grader whose horizon is far broader than the 
.problem of individual choice-making, ‘ 

5. The fundamental ideas of economic knov/lcdge should be related to 

• * * ** a 

the dimension of time. The passage of time has to be developed 

* ■ • 

systematically starting in the first. grade. Oneway to do this is to 
relate passage of time to the passage of generations. Assuming that 



• \ 
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gonsrations car\ he identified \?ith tv7cnty-five years, children can 

• • m • ” 

« 

understand that our nation v?as born about eight parents ago. In tlie 
• • * 

s:aTie.-veay, children may be able to understand that the city of Babylon 

was built one hundred and s5.xty parents ago. There are many different 

* 

vzays to ‘make children aware of the passage of time and how it affects 

I ‘ 

ideas and knovjledge. • . ' 

. ^ • • * 

6. The fundamental ideas should also be related to spatial d5.mens5.ons. 
For example, teachers should be able to use the princ5.ple of di.vision 
of labor to explain to classes at various grade levels how this division, 
of labor* has been sliapcd by such geographical forces as differences 
i.n climate, in soil, in the distribution of human and non-human resources 
over, the earth. .* • 

. 7 . The fundamental ideas should be related to social systems, (fig. 5) 



Teachers should learn to look upon the family, the neighborhood, the 

city, the nation and the wor Id _a.s„ systems. .Various parts of a system 
" • ^ 

. interact caus5.ng changCis and bringing the system tovjard a conscious 

■ unconscious equilibrium. For example, the teacher should be able 

to recognize the city as a system where 'the various parts, such as the 

transportation sub-system, the legal sub-system, the school sub-system, 
■■'.•''O' • ■ . ■ 

the housing sub-system, and the vzater and sewage sub-systems interact 

as fish, frogs and seaweed interact in a pond. Teachers should be able 

to understand that the interacting parts of the system in the city can 

he designed so as to achieve a goal or goals that the city planners 

have identified. Discovering in society these various systems help 

the teacher and the children to develop a nev7 vision which enables them 



to see social pheno-nena, not in isolation from each other, but in an 
interrelationship. . • . 

8. The fundamental 5.deas should help the teacher become future oriented. 

The future teachers should be able to envisage the vjorld of tomorrow 

since this is the best assurcince against obsolescence of tcachingV: The 
. • • 
rural teacher should be able to envisage the future needs of the rural 

.child V7ho, V7ith all probability, V7ill leave the rural community “for 

* I 

the city. -'The teacher should practice how to, project in the rural class- 
room the many needs of the future urban citizen. Students V 7 ill also 
receive in the laboratory articles v?ritten by academicians dealing v?lth 
new theoretical notions . The teacher has to practice how these new 
theoretical concepts can be related to a child’s experience. This is 
the best assurance of closing the gap bctv7een scientific progress and 
curriculum. These are the themes \ 7 liich v?ill be practiced 5.n the labora- 
tories. The class may be divided into four laboratory committees. 

I - . . V 

Each committee V7ill study in depth two themes in any one laboratory 
• . 

session. Tlie committee assignments should be rotated among the four 

laboratory sessions. In this way, each student- V 7 ill be exposed to all 

eight themes r ' • .■ : ’ ^ 

^ The first session deals exclusively with the fundamental ideas 
■ - « * . , » 

of economics, (fig,' 1) Its laboratory session lasts three weeks, 

. ^ ^ # 

The second session is a three-week lecture session on the fundamental 
-ideas of political science, (fig 2) The fundamental ideas of political 
science are follov7ed by a- four-week laboratory session. The teachers 
of this second laboratory session work on the same c5.ght themes as in 
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tliG fil. st Icibo). citoiry scssu-onj tlic onD.y clDJifcroiicc nov7 5.s rclcitlug 
these themes to the fundamental ideas of political science; In the 
second session, a ninth theme is added: the multidisciplinary orienta- 

i • • 

Here students practice hov? to discover the different social 
aspects of the social problem. For example :• VJhat is the economic as- 
pect of poverty? T-Jhat is the po3.itical aspect of poverty? 

In the th5.rd session, the fundan'iantal ideas of -sociology are 
. • * 

presented, (fi& 3) The appl5,cation of the now nine themes may be 
practiced in the _socio3.ogy laboratory session. In the next session, 

, tlie fundamental ideas of anthropology are presented, (fig, 4) This 
laboratory session will show the students hov? the economic, political, 
sociological and anthropological aspects bear upon the problem. In 



« . - 
' • • - , 

every laboratory session, students will study how the nature of the 

problem changes history and how the problem is. shaped by geographical 
■forces. . * ■ . . 

After the four lectures and laboratory sessions , the students 
are reaay for the culminating conferences. In these, the teachers learn 
professional behavior. They are encouraged to identify themselves 
with the professional community. They should think of themselves’ as 
curriculum builders. Often, classroom teachers are unaware of their 
role as curriculum builders. Many of them have the notion that this 
is tke'job of school administrators. Making teachers aware of their 

. ionship to the educational fraternity outside of the classroom 

gives the teacher self-confidence and professional pride. 
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Today Icnowle.dge has trc.mcndou.s pov;er. Once upon a tinic men 
of knov7ledge had no povjer. They .occupied ivory tov?ers. Today, 
politic5.ans , statesmen and governments listen to scientists and social 
scientists. Their povrer is increas5.ng and their influence may become 

awesome i As the5.r political pov;cr increases, society must build a 

« • 

countervail5.ng pov?er. This countervailing power is made up of people 
who are competent to understand the scientists reconraendations , and 
how these reconunendations affect society. VHicther or not people will 
be able to participate 5.n the democratic process 5.n a knowledge- 
oriented society, depends upon the school system and so on teacher- 
training. Universities must develop a new attitude tov 7 ard teacher- 
training. They must give up their indifference toward the teacher- 
training program. They must stop being the hot bed of cold feet. The 
universities must accept the belief that vrays of knowing are as important 
if not more important, than the discovery of knowledge. Universities, 
must clear the channel of conmiuni cation between the knov 7 lcdge depart- 
ment and the education department. If a constructive communication 

’system is established between expanding knowledge and the teaching of 
• . * * 

this knowledge, there V7ill be an advance not only in teacher-training 

N 5 ’ / . ’ • . 

- - ‘ , • ... 
but inquiry' and learning at large, . : ■ 
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